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A Continuing Litany:
They Aren't Dumb, They're Different
By KEN BYERLy
Western Michigan University

Beyond the Open Door: New Students in Higher Education. K. Patricia Cross. San Francisco: Jossey-Bass, 1971. xviii plus 200 pages.
LC 77-170212.
Alternatives to the Traditional: How Professors Teach and How Stu dents Learn. Ohmer Milton. San Francisco: Jossey-Bass, 1973.
xiv plus 156 pages. LC 72-83961.
Both of these books, contributions to "The J ossey-Bass Series in
Higher Education," offer readable summaries and interpretations of a
wide range of research on who is going to college these days and how
and what they are taught. You probably will not learn anything new
if you have been teaching at a school trying to take on all students who
wish to come, but if you are in that endless hallway and office dialogue
on "what are we doing here?" you will find comfort in these books.
It is not just in your head. Students are different today. "I just can' t
get away in class with what I did ten years ago" is accurate even if it
is often the wail of a faculty person who finds it unacceptable.
I know a person in the social science who "left teaching" and went
"into administration" because his students were irreverent about his
alleged irrelevance. They walked out early on his lectures after having
arrived late. They probably acted like New Students even if they did
not come from the bottom third of academic achievers. They preferred
TV to reading, working with tools to reading statistical studies, and
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they had a more pragmatic, personal and immediate concern than running the gamut of his course of study.
Is this reason to get angry? The aristocrats, those faculty who see
the university in terms of wealth and social status, probably don't have
to worry about it. Their admissions office takes care of it. Even the
elected "ghetto types" lust after their teacher's blessing. It is the
"meritocrats" who get angry. Their heavenly dream of "good" students
with scholastic ability and willingness to study hard is being undercut.
Now is this because the students arc lazy and/or stupid? Or are they
just different? The egalitarian era of higher education which is upon
us probably means we are seeing students we have never seen before.
They aren't dumb. They are different. So argues Cross.
The New Students, by definition, have had a lifetime of training in
academic-failure experiences on meritocratic grounds. Their interests
and motivation are different from the top and middle thirds of their
public school peer group. Cross uses four major research projects attempted between 1960 and 1969 to draw out the picture. And the
consequence is a continuation of an old, perpetual and haunting litany
of the campus.
FROM THE PRESENT SYSTEM, DELIVER US
NOT DESTRUCTION, BUT CREATIVE CHANGE,
HELP US
SINCE WHOM WE SHALL TEACH IS DECIDED
WHAT AND HOW SHALL WE TEACH THEM?
FROM THE DEGREES OF IRRELEVANT
MERITOCRATS, DELIVER US
TO NEW WAYS OF CERTIFICATION, MOVE US
HELP US TO HELP THEM CHANGE THEIR
ATTITUDES
HELP US BUILD IN SOME SUCCESS EXPERIENCES
Milton picks up the chant. The meritocratic (traditional) methods
do not work well, if we reflect on what he means by learning. Surely
many students will be for our authority and for us to tell them the
way it is. But what do you do with a very common experience of realizing most students learn by themselves, on their own, just as well as
those students sitting in your classroom going through your prescribed
paces? I believe this even though I don't always find it comfortable.
The implication is that we should give up our surveillance and broadcaster roles as faculty and take on one of a manager or senior colleague
or something like that with our students.
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However it is said, better classroom teaching, important as it is, is
not the issue. What and how people learn is. And this is where Milton
helps least. His contribution to the litany is uncertain certainty. He is
right.

LEARNING IS INDIVIDUAL
LEARNING IS INTERNAL
LEARNING IS PERSONAL
HELP US TO REALIZE WE CAN'T LEARN
FOR EACH OTHER
But he is so general and his survey of what is happening in learning
research, testing and grading procedures, alternative education, and
interdisciplinary efforts is so general that it does not help much. He
does elaborate the dilemma.
I work in a university where a great number of faculty, administrators and students were offered the chance to innovate a major part of
the student learning experience on interdisciplinary terms. Alternatives
to the traditional were innumerable and open to us. What did we do?
\Ve talked about classrooms and courses! Maybe we are not different.
\Ve are just dumb.
And yet I know more than a dozen people, at least, who are beyond
the open door and into the alternatives-right here where I work. They
act out the litany more than they recite it. The accurate summaries and
reflections of these books wouldn't move them to do what they do. That
sort of movement is more of a personal risk, a decision to sojourn as a
stranger in a land of aristocrats and meritocrats. That is the best way
the idea and shape of the university can be tested while the larger and
more expensive research efforts into higher education are attempted
and completed or dropped-if they are .attempted at all.

O=====
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Using Small Groups
1n Undergraduate Teaching
By

FRANCIS GROSS, JR.

An old man once told me when I was a student of philosophy at
St. Louis University, "Francis, never trust a successful teacher." A
very successful college professor of mathematics once told me later,
"Most teachers talk too God damned much." I have puzzled over these
seemingly strange comments on teaching for the past twenty years. They
are the genesis of this paper.
With regard to the "successful" teacher, Herbert Kelman sheds
some light on why it is possibly a very bad idea to be successful.1 He
identifies three models of social influence on opinion change--compliance, identification, and internalization. Within the classroom perspective I interpret his study as saying, the teacher who demands total
compliance must be present to enforce it upon the students. The teacher who is charismatic is also heavily dependent on physical presence;
students tend to identify with this teacher primarily and run the risk
of parroting whatever he or she says as long as they are close to this
person; personal attractiveness is the key. An agent (teacher) who relies neither on the rod nor personal attractiveness is a more likely agent
of truly internalized and lasting change. I do not mean by quoting Dr.
Kelman, to erect a universal model of good teaching. I do hope to
shed some light on the remark about successful teachers quoted at the
beginning of this essay.
1. Herbert C. Kelman, " Processes of Opinion Change," in Planning of
Change, edited by Warren G. Bennis, Kenneth D. Denne, and Robert

Chin, New York, Holt R inehart and Winston, 1961, p. 509-517.
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As regards most teachers talking too much, I have learned by bitter
experience that a clear exposition of my subject matter can often be
counterproductiYe. A great deal of activity on my part, however clear,
may be merely soporific from the point of view of the students. Thomas
Aquinas long ago pointed out that learning takes place only if the
learner does something. One cannot pour knowledge into the head or
heart of a student as one pours wine into a glass.2
It is not my purpose here to investigate how a lecture can be presented in such a way as to make it more likely that students will become
actively involved in it. v\Tork introducing show business techniques into
serious teaching is being done, however, by John Ware and his associates.3 I am not directly concerned with Personalized Systems of
fnstruction. I am concerned here with a possible answer to the charismatic teacher dilemma as well as the teacher who talks too much. My
area of solution is the use of small groups within the larger classroom
group.
Let me define more closely the student population I must deal with.
As a professor in the College of General Studies in my university I deal
with groups of thirty or more students. There is no General Studies
major at the University. All students wishing to obtain a Bachelor's
degree must take a certain number of courses in general studies, regardless of the degree program in which they are involved.
This means I am confronted by a wide variety of students-engineering students, aspiring poets and dancers, behavioral psychology
majors. There is a wide range in intelligence and cultural background
as well. They vary in age, nationality, race, and interest. One could
say that the only common bond held by all is that they are pursuing an
undergraduate degree at Western Michigan University. Put another
way, there are about as many different kinds of students in my classes
as there are kinds of insects.
Financial pressure on the University has caused university administrators to warn us that the ratio of students to teacher will become
larger rather than smaller. The likelihood of teaching a small group of
students who already know each other and who share common cultural and intellectual backgrounds is nil. My concern is to admit realistically that I must perforce work with large groups. It is also incumbent upon me to use positively the population that confronts me.
There is a richness, if it can be tapped, for purposes of learning.
There is solid empirical evidence that small groups of people can
learn better than they could working as individuals, working alone.4
2. Thomas Aquinas, 'Truth, translated by James V. McGlynn, Chicago, Regnery, 1953, vol. II, p. 81, 83.
3. Jack Hom, "Cues for Tired Teaching," in Psychology Today, July, 1974,
p.

25-26.

4. Marvin E. Shaw, Group Dynamics: The Psychology of The Small Group,
New York, McGraw-Hill, 1971, p. 67-68.
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It is obvious that the application of such evidence depends on the
physical surroundings of the group, the population involved in the
group, and the nature of the matter to be learned.
From the outset we must understand that the literature on which
we are basing these musings defines a small group as "two or more
persons who are interacting with one another in such a manner that
each person influences and is influenced by each other."5
PHYSICAL SURROUNDINGS
When I consider the physical surroundings of the group as p a rt of
the environment of the group, I find the following elements to be of
some importance. These elements are mentioned in the literaure of the
psychology of small groups, but we must remember that we are limiting
ourselves to undergraduate general studies courses in a large university.
Territoriality. Any seasoned teacher knows students tend to settle
in a particular spot in a classroom, given the chance. Small groups
tend to do the same thing. They develop a "turf," much as do teen-age
gangs, and will resist being moved from it.6 For a teacher worki'ng
with groups to attempt to move the groups, for example, to provide
a neater arrangement of space will likely be a needless expense of
energy both on his part and the part of the group. They will resist it.
Not only that, but the teacher will be likely missing out on a valuable
means for identifying the group and its corporate personality ; generally, groups form in places that fit them. A group I recently worked
with chose a small aicove in the back of the classroom, quite removed
from the rest of the class. It was their niche, almost a club. Leaving
them there enabled me to dub them, "The Hole in the Wall Gang."
Just hanging a slogan on the group was not my aim. It enabled me to
identify the group as a group long before I knew their individual
names. It also left them with a comfortable place to work and the
beginnings of a group identity.
Decentralized communication. The reader should note that my
groups have been from four to six persons. I shall add that each person typically has the same reading assignment before the group is
assembled. Lecture chairs are moveable objects of furniture , enabling
the group to sit in a circle. Thus each person has a common fund of
data and no one has a position of prominence from the point of view
of seating. Both these factors leave the group open to an exchange of
views regarding the project assigned to the group. The group, then,
is structured so that anyone can talk to anyone else with relative freedom. Why? Research has shown that decentralized communications
networks in small groups are good for group morale and helpful for
5. Ibid ., p. 396.
6. Ibid., p. 118-122, 149.
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solving complex problems.7 I can say here that, having been given the
reading assignment ahead of time, the group involves itself in the task
of relating theory to practice, comparing different authors as well as
mastering the assignment. In short, the problems assigned the group
are complex. Morale among students taking required courses outside
their major area of interest tends to be low. General studies courses fall
into this category. Some of them are required for graduation. Student
morale can certainly be an asset to learning, although of course the
two do not exactly coincide. It is possible to be in good spirits at a
circus while learning little. On the other hand, trying to teach a group
of students who arc discontented and discouraged cannot be viewed as
a hopeful situation for any teacher.
GROUP COMPOSITION
Turning our attention to the individuals who make up groups in
the classroom, we find that empirical studies support the hypothesis that
intelligent m embers are more active in a group and less conforming.a
Furthermore, group members possessed of special skills related to the
task of the group tend to be more active.9 Within the classroom framework we can draw the rather simple conclusion that in the larger classroom framework, say a group of thirty, even the more intelligent members will be hindered in discussion by the sheer fact of numbers. I think
of the analogy of a vegetable garden. The gardener must regretfully
select the strongest plants. He must pull out the others, even strong
plants. Given room, however, he may transplant the pulled up plants
in another part of the garden where they will have a chance to flourish.
I think it makes sense to transplant potentially active students to
small groups where they will have more chance to take an active part
in discussion. The same argument holds true for the participant having special skills germane to the problem to be solved.
I recall an otherwise reticent student of aeronautical engineering
who suddenly surfaced in a small group that was analyzing a short
story about the life of a sea gull. His knowledge of the science of flying
provided criticism of the flight descriptions in the book and was useful
to his group. In a larger group, I doubt that he would have surfaced.
Cohesiveness. Research supports the position that individual members who are positively oriented to other people have a great deal to
do with small group cohesiveness and effectiveness.IO It would be
difficult, if not impossible, for a teacher to sprinkle each small group
with friendly outgoing individuals. It's not so much that they are not
there. The simple fact is that the conditions under which I teach
7.
8.
9.
10.

Ibid.,
Ibid.,
Ibid.,
Ibid.,

p.
p.
p.
p.

137-148, 151-152.
166-167, 183
168-169, 183-184.
147.
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conspire to bring me each semester a group of students who are largely
unknown to me and usually unknown to each other. I set up exercises
in the initial days of the course designed to break the ice between the
students.11 Although I am a part of this breaking the ice, the primary
intent is for the students to get a start on knowing each other. Initi ally,
for the most part, the class will get to know each other on a basis of
personal attraction. When it comes time to form groups, I leave them
free to form their own, thus quietly maneuvering them into situations
where there is a good likelihood of their forming groups based on individual a ttractiveness. The assumption of course is that we have enhanced the chances of group effectiveness in tasks a nd that there will
likely be some members in each group who are socially a ttractive and
sensitive.
Another aspect worthy of note in the stud y o f small groups is the
composition of the assembled group. It is not hard to see that four or
five individuals engaged in interaction with each other will provide
wha t one might call the cake effect. A cake, after all is more than the
sum of some eggs, flour, shortening, and other ingredients. The blend
of ingredients produces something more than the properties of the ingredients themselves. A group is more than the sum of the individual
characteristics of its members. For example, a group that is characterized by high cohesiveness is also characterized by a high degree of
communication between its members, considerable influence of the
members on one another, as well as effectiveness in task accomplishment. Members tend to be satisfied a nd happy in the group.12 High
cohesiveness can be defined as regards groups much the same way one
would describe a wad of bubble gum. You can pull it, you can stretch
it, you can chew it; but it's hard to break it up . Highly cohesive groups
are characterized by sticking together. The members stick to their
group.
Some observations concern high cohesive groups in the classroom.
If the research notes tha t such groups a re effective in completing their
task, it does not specify the task. The task might well be something
other than the project assigned by the teacher. Bob and Carol and T ed
and Alice may really dig their group, but what they have in mind
might well be a discussion of a p arty at Bob's pad tha t night. They will
get the assigned proj ect out of the way as quickly as possible and then
get on with the serious project, the party. The high degree of social
influence of the group upon individual members can be of real use in
getting a group into a project. I recall, for example, despairing over
four high school students. As individuals I could get no work from
11.

J. William Pfeiffer and John E. Jones,

A Handbook of Structured Experiences for Human Relations Training, Iowa City, University Associates
Press, 1969, 1971, vol. I, p . 19-20, vol. III, p. 3-5.
12. Shaw, p. 192-205, 228-230.
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them whatever. All were good friends. When it came time to form a
group, they immediately joined on the basis of their friendship. No
miracles were performed in their group projects, but they did work at
them. My attention was drawn to the fact that they immediately gave
themselves a nickname as a group-the Wolf Gang. I also noticed that
they parcelled out the reading so that at each meeting at least one of
them would be prepared to tell the others what was in the reading
assignment. When Ken skipped school the day he was supposed to be
the chief information officer, the others were visibly angered. Ken, a
habitual truant, was present on "his day" most of the time thereafter.
Lectures from me meant nothing. The pride of the group was much
more effective in getting him to school. A discerning teacher who observes a group which is truly cohesive would do well to let the group
know that he has observed this quality in the group. He would be
wise to encourage the group by way of pointing out to them that they
have the potential of doing good work. Granted, the teacher may
have to work at getting the agenda closer to the goals intended by the
teacher rather than some disparate goals set by the group. I myself
almost never try to break up such a group. I steer it, for it is a potentially valuable learning instrument.
Member diversity. R esearch has also shown that groups having
within themselves individua ls of diverse abilities and diverse personality profiles tend to be effective and satisfied.13 I merely note here
that students in a large universi ty taking courses required across the
board for all undergraduates, regardless of academic program, have
a bewildering array of interests, abilities, and cultural backgrounds.
One does not have to arrange this. It is here. The question is• only to
recognize it as a plus and to capitalize on it.
THE STRUCTURE OF THE GROUP
Every group develops a structure: a pecking order, roles to be
played, positions of power, norms to be followed, leaders.
People of status within a small group tend to conform to group
norms but are given a certain amount of leeway to violate the norms.14
It is difficult to determine who will have status in a small group. I
have noticed on the part of students a certain respect for older students in class. A local banker, coming back to school in his forties, not
only was cooperative in the classroom, his fellow students gave him
a certain leeway in discussion and felt no resentment if he missed
classes. I note that as leader of the class that older people can be extremely useful because of their status. Generally, they can be counted
on to go along with a proj ect that might frighten or antagonize other
13 . Ibid., p. 216-228, 230-231.
14. Ibid ., p. 241-244, 281.
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students initially. It is a fairly simple strategy, when getting groups
started on a project, to begin with those who can be counted on to conform. As their number builds up, it becomes more difficult for the
reluctant students to stay out of the project. It becomes the norm to
get in rather than stay out. Once it is established in the group that the
majority of the members are willing to tackle a project, doing the
project becomes a norm or rule for the group. One who consistently
deviates from the norm will be pressured by the group to conform.
Continued deviancy will likely result in the deviant being expelled by
the group.IS I recall a group of students who had agreed to work at
analyzing psycho-sociological factors at work in religious celebrations.
One of their members was a rather impassioned member of a small
Christian sect. He seized the opportunity to seek to evangelize the
other members of the group. This was not the task they had agreed on.
The other members tried a number of strategies to bring him round to
the work at hand ... "Well, you may have something there, John, but
about this project" gradually turned into some rather tart comments"Damn it, John, we're trying to get something done. Quit interrupting!" John managed to disrupt the group sufficiently to prevent a
thorough analysis which was in turn given a grade of "C" by me. He
switched to another group and was much more cooperative with them
than he had been in his first group. I note that no intervention was
necessary on my part, except for the feedback provided by my evaluation of their work.
I should add that, hopefully, in any class, the teacher has the optimum chance for being the leader of the class. Such a position of leadership must be earned, however, as well as being bestowed from on
high. Research in our area shows that a task-oriented leader is more
effective when the group task situation is either very favorable or
very unfavorable for the leader. On the other hand a relationshiporiented leader is more effective when the group-task is only moderately favorable or unfavorable for the leader.16
Although I rarely attempt membership in small groups as teacher,
still, in presiding over a series of small groups and the class as a whole,
the above hypothesis is useful for me as a teacher. Very often the initial sessions of General Studies courses could be described as very unfavorable for the teacher. I find it useful here to be very task oriented.
"Here is the book list; here are all the assignments for the semester ;
we will have a test or project on each day's assignment and a project to
be done before the semester is over." This is a no nonsense, nonnegotiable set of directions to the students. It is hopefully not delivered
with venom but enthusiasm. It is firm, directive, and aimed at the
task. Once we get into group work, it is likely that the situation will
15. Ibid., p. 258-259, 284-285.
16. Ibid., p. 274-279, 286-287.
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be moderately good or moderately bad, so I assume a different stancef riendly, non-directive, a resource person, a helper. Hopefully, as the
semester draws to a close, enthusiasm gradually will have built up; we
have a good situation. The ending of the course is a demanding project.
Here I find it suits me well to be quite clear that I will be expecting
first class projects of well defined dimensions. Task orientation again
becomes the focus. The point of these remarks is not so much to erect
a paradigm of leadership style in the classroom. Rather it is to show
that, given one's own personal makeup, how one leads a class group
depends on what is going on in the class. The situation in the classroom must be continually under review by the teacher. The more
different the styles of leadership he has to suit each situation, the
greater his chances are for helping the class have a profitable learning
situation. Although the empirical work done on leadership in small
groups has for the most part been done for groups smaller in size
than the classes I teach, still the conclusions of such research can be
fruitful ground for experimentation in leadership techniques.
TASKS AND GOALS
It is a truism that undergraduates assemble for required courses
for a wide variety of reasons. For many of them, such courses are only
hurdles to be disposed of with as little pain as possible as one gets
on with the more interesting work of one's major area. It goes without
saying that unless the teacher comes up with a goal for the class that
seems at least potentially of interest to the group, there will be minimum activity on the part of the class. In working with small groups
in the classroom, the group will never really become more than a collection of bodies unless there is a goal of interest to the group.17 An
initial clarification of the goal as well as how the pa ths leading to the
attainment of th at goal do affect the motivation of small groups as
well as their effici ency in the tasks designed to reach the goal.18 If I
am contemplating teaching an undergraduate course in psychology, I
would do well to choose a thinker concerned with youth. I have found
success teaching the psychoanalytical theory of Erik Erikson, using his
book, Identity, Youth, and Crisis.19 The book is difficult and scholarly.
It provides a good exposition of Erikson's stance as a psychoanalyst.
Most important, however, it does so within the framework of contemporary youth's search for identity. Most of my students are young.
Many of the older students are concerned with young people. The
subj ect matter of the book lends itself to motivation for learning. I
must further m ake it clear that peripheral readings are paths to the
17. Ibid., p. 289-290, 326.
18. Ibid. , p. 321, 330-331.
19. Erik Erikson, Youth, Identity, and Crisis, New York, Norton, 1968, p.
1-336.
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insights of Erikson. If I use J. D. Salinger's Catcher in the Rye,20 it
must be clear that the character of Holden Caulfield is related to
Erikson's theory. Exercises in groups relating the one book to the other
must surface as not mere exercises in analysis, but also as relating to
the lives of the group members. If I am clear on the goal, and if my
goal coincides with a touchpoint of interest on the part of individual
group members, the odds go up that they will tackle tasks with greater
motivation and greater efficiency.
The long term goal of the course, as well as the short term goals
need to be geared to success on the part of the students. Small group
research shows that upon the successful completion of a task, groups
generally aspire to tackle a more difficult task.21 For this reason my
early assignments and tasks for groups are calculatedly easier than
later ones. They need to succeed a little bit. A group can catch the
bug of success; I want to infect them a bit initially. The old proverb
is here apropos: "Nothing succeeds like success." I t's like a little boy
deciding to be a professional fighter after licking the seven-year-old
bully on the block.
I find it interesting to note that there is a well established hypothesis concerning small groups, that a difficult task brings with it more
frequent attempts at leadership among group members. Towards the
middle of a course I gave my groups a difficult two hour class assignment demanding a group report defining each of Erikson's eight stages
of man, a motto for each one, a contemporary example from real life,
and an example from a novel we had read for each of the stages. A
quiet but intelligent fellow named Russ Smith suddenly emerged as
leader in one of the groups. He had not attempted leadership in the
group before, but realized that the job to be done really demanded
his own thorough grasp of the matter. His understanding of the matter, his ability to synthesize, and to direct the group's comments had
remained unnoticed by the group until a task of a really demanding
nature was presented. At the end of the semester several of his group
members remarked on his sudden emergence as a useful leader and
expressed surprise that he had remained content to play a minor role
up until that particular point in time. A student of small group behavior would have predicted the emergence of several Russ Smiths
with the assignment of a difficult task. I was gratified, for the group
learned a lot under Russ' leadership, as did he himself. It was not
a chance emergence.
I find it useful that small groups engaged in difficult tasks tend
to perform better if the members of the group can freely express feel-

20.

J. D . Salinger, The Catcher in the Rye, New York, Bantam, 1951 , p.
1-214.

21. Shaw, p. 294-300, 326.
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ings of satisfaction or dissatisfaction with the group's progress.22 To
stifle such expression would be detrimental to the group's efficiency.
For this reason I attempt as a teacher to avoid what might be called
the Watergate Effect. I don't want them to think that I hear everything that is going on in the group, lest my presence inhibit them. The
very formation of a series of small groups in a classroom makes this
nearly impossible in any event. Further, I instruct groups frequently
to express dissatisfaction or approval, pointing out to them that it is
not counterproductive. In point of fact, it helps.
In concluding our remarks about task difficulty, it seems important
to note that research supports the notion that task difficulty is related
to originality of solution in groups.23 Related to this is what small
group researchers call the "risky shift" phenomena.24 Many teachers
have made use of groups on the assumption that a group of students
would afford a system of checks and balances in making an analysis or
solving a problem. The conclusion would likely be well worked out
but neither original nor risk involving. My own work in the classroom
supports both originality and risk in the solutions of group tasks. I'm
thinking of a group who were assigned the task of making a collage,
illustrating by pictures the classic stages of human development according to Sigmund Freud-oral, anal, and phallic. A middle aged
banker, an art student and two others put together three posters in a
forty-five minute period- not just the one I had called for. Each
poster was shaped in contour like the appropriate organ in the theory
-a mouth, an anus, and a penis. Photographs from picture magazines
filled in the outline with typical behavioral scenes and expressions of
the three stages. Note that I called for only one poster and provided
backing for the pasting that was oblong. The groups knew that the
posters would be mounted on the classroom walls. Their series of three
was not only original, but demanded careful analysis of Freudian
theory, and an expression of it using a medium with which only one of
them was at all familiar. The collage was not only arresting to the eye
but also a bit risque as decoration for the walls of a college classroom.
This experience provides an illustration of both originality theory and
the risky shift phenomenon. Other groups working on analysis papers
have deliberately twisted the instructions of the project to suit their
own curiosity and inventiveness. Groups have point blank refused to
turn in projects at the end of the allotted time, when their work seemed
not quite satisfactory to them. They often fight my own evaluation of
group projects. I note these small illustrations of group theory, not in
the interest of solid empirical backing for the theory, but to show that
these theories have been a fruitful ground of experimentation for me
22. Ib id., p. 318-319, 329.
23. Ibid. , p. 318, 329.
24. Ib id., p. 73-79, 82-83.
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as a teacher. I am often surprised by both the originality and the involvement of these groups. Some degree of revolutionary activity on
the group's part with regard to my instructions for projects seems
fruitful. As an educator I am not really interested in rigid conformity
to my own ideas, but originality and intellectual probing on the part
of my students.
A few remarks on the time element in groups projects. Studies have
been done indicating that if one increases the difficulty of a task and at
the same time demands rapid reaction time, a group tends to respond
more effectively.25 So, for example, if I give a difficult task to my
groups and noticeably shorten the time they expected to have to complete it, they generally cut the small talk and get cracking. Many times
in my career as a teacher I have had individual students complain that
they did not have time to complete an assignment. It is truly educational for a teacher to find out what they actually can do when their
backs are to the wall, the work is hard, and the time is limited. Often
both teacher and students are surprised at the results.
On the other side of the coin, a task that requires a lot of cooperation on the part of group members tends to take longer than a project
not requiring extensive interplay among the workers.26 I only want to
point out here that a teacher must be careful to assess the task assigned.
A complex one may require considerable discussion by the group. To
assign a very short time for such a project would likely stifle discussion and lead to poor quality work as well as frustration on the part
of the students. I find no easy rule of thumb for assigning time, except
that a definite amount of time should be assigned; careful but unobtrusive observance of how the groups are doing can lead to a feel for
how long a given assignment should take. On the spot extensions of
the time limit seem sensible, if the situation calls for it.
At this juncture, the reader might well be thinking of a paraphrase
of an initial quote in this essay, "Most teachers who write about teaching, write too God damned much!" And so we have come full circle.
I shall thus attempt a conclusion. I have presented the teacher who
uses groups in the classroom as a possible antidote to the so-called
"successful teacher"~the charismatic pied piper, or perhaps even the
coercive "kick their asses" type. I further have some hope that the use
of groups can be a corrective for the teacher who "talks too God
damned much."
It has been my concern, however, not merely to avoid pitfalls.
This paper has been built on the work of social psychologists whose
work has led them to hypothesize that "Groups usually produce more
25. Ibid., p. 315-316, 328.
26. Ibid., p. 320, 330.
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and better solutions to problems than do individuals working alone"27
or the even more blunt statement, "Groups learn faster than individuals."28 I quote these conclusions with full knowledge that there are
many kinds of learning-as well as many kinds of groups. Group efforts
at musical composition or the construction of English prose have generally proved unsuccessful. I can't avoid noting, however, that much
early and contemporary jazz has been created by musicians while playing in ensemble. Nor can one pass over that fact that the great prose
of the King James Version of the Bible was produced by a group.
The examples above only serve to show that a careful analysis of
the task should be attempted before putting a group to work on it. We
have attempted some suggestions indicated in the research on how
groups should be used in the classroom. Task analysis, group structure, group compos1t1on and the physical environment of the group
have been the headings under which we have made our comments
and suggestions.
The fact that most of our references have been to a single book is
not by chance either. The book is a summary of hundreds of studies of
small group behavior. It is hoped that this one primary reference will
lead the reader to check the references, possibly to read the book, and
even to go on to further reading in this new but rapidly growing discipline-the study of small group behavior. This particular essay, it is
hoped, will lead other teachers to use the dynamic of the small group
as it fits their situations and goals in the classroom.
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27. Ibid., p. 81.
28. Ibid., p. 82.
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The Communication of Legitimacy*
BY KENNETH

E.

BOULDING

One of the most important and at the same time most puzzling
strands in the great web of society is that which constitutes the
legitimacy of human relationships. It is this which makes the difference between the policeman and the bandit, the pretender and the
king, the heretic and the orthodox, the bastard and the heir. Without
legitimacy, no complex and continuing operation of social life is
possible. Social relations become one-shot jobs, single acts of violence
or even of exchange, without any continuing pattern. The struggle
of rival systems of legitimation is by far the most important conflict
in society, and the one with the most far-reaching consequences. The
conflict of ideologies which seems so important in the world of
today is only a special case of this much larger and continuing conflict
of different ideas of legitimacy. Without legitimacy, anned might
and the ability to carry out threats is usually as costly, if not more
so, to the threatener as it is to the threatened. Hence the whole
threat system, that is, the organization of social life by means of
threats, rest on a foundation of bluff, and unless this is reinforced
by strong feelings of the legitimacy of the threat system, the threats
will be defied and the whole system fall in ruins. Legitimacy is something which is even superior to the law itself, for if the law is regarded
as illegitimate, by a wide section of society, as for instance the prohibition law was regarded , it will be flouted and its enforcement will
be impossible, and the law itself eventually will have to adjust to the
prevailing ideas of what is legitimate. Even though the law is in
many ways an embodiment, perhaps a delayed embodiment, of the
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general concept of legitimacy in a society, it is sometimes regarded as
legitimate to break and defy the law. What all this means is that
legitimacy is not a static phenomenon; the concepts of what is and
is not legitimate are in constant flux, and different legitimacies are
in continued conflict.

In view of the overriding importance of legitimacy as a social concept, it is astonishing how little attention has been paid to it and how
little we really know about it. I am aware of no general theory of
legitimacy, and indeed there seems to be astonishingly little interest
in the problem among social scientists. Perhaps this is because there
is no simple, abstract act or class of acts which constitutes the establishment and maintenance of legitimacy. In the case of economics, we
have a relatively simple act, the act of exchange, around which almost
all of economics is built. In the case of the strategic sciences,, again
we have a relatively simple act of the threat, around which again a
science can be built. Legitimacy, however, is conveyed , built up, and
eroded in innumerable ways, and by a great variety of acts, the common quality of which is not easily recognized. Legitimacy, furthermore, is a concept which is very hard to quantify, even though concepts of "more" or "less" certainly apply to it. The United States, for
instance, has a lot of legitimacy in Hawaii and practically none in
Okinawa, and almost certainly a negative quantity, if we could
measure it, in Vietnam. Furthermore, legitimacy is like the air around
us-we only notice it when it is withdrawn. The more legitimacy a
system possesses, the less noticeable it seems to be. It is only when
legitimacy is questioned or destroyed that we notice it.
In any study of legitimacy, the problem of how it is communicated
must, obviously, be in the forefront of consideration. Here again, the
problem of the unnoticeability of legitimation is very striking, because
legitimacy is communicated mainly in the things we all take for
granted. It is communicated also to a substantial extent at the nonverbal level. The handshake or the equivalent greeting in other
cultures, which seems to be an almost universal cultural trait, is an
interesting example of a social ritual which essentially is directed
towards the communication of legitimacy. The handshake symbolizes
equality, symmetry in the human relationship. That is, the essential
character of the act is not changed if the parties are reversed, and
this implies reciprocation, that is, what A does to B, B does to A.
Even where the parties are in a hierarchical power relationship, at
the moment of the handshake they stand on an equal footing. This
is a reflection of a very profound social truth, that communication
can only take place among equals, and that for organization, communication is necessary. Hence a purely hierarchical relationhip of
superior and inferior cannot create organizations except of a fairly
primitive kind. This is perhaps the most fundamental reason for
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the decay of the legitimacy of the inferior-superior-relationships, as
symbolized, for instance, in the reverential gesture-the bow, for
instance-with which we approach a king. The contrast between the
bow of a courtier acknowledged by a slight inclination of the monarch's head and the handshake of the president is a profound symbol
of two sharply different systems of legitimacy.
Another aspect of the communication of legitimacy is pomp or
state, the ceremonial or ritual which is designed to establish the
legitimacy of a hierarchical organization. In architecture, the Roman
portico, the processional mall, and the Gothic spire alike have the
primary function of communicating importance. Indeed, the use of
architectural symbols in communicating legitimacy is worth a volume
in itself. A great many architectural forms which otherwise seem
completely nonfunctional become understandable when we concei\'e
them as symbols of legitimation. Imagine, for instance, the Capitol
building in Washington without a dome, that otherwise useless excrescence. It would convey no message of importance, no sense of the
building being a focus or peak of human activity. The psychoanalytically oriented might continue the speculation on the dome as
a female symbol (the government as the nurse of the welfare state)
and the spire as a male symbol, whether in the form of the church
or the bank, penetrating and fertilizing the mysterious universe. Both
the dome and the spire, however, whatever their sexual significance,
are symbols of saliency. The fact that these objects are decorated with
corbel, cusp, crocket, and pillar is likewise of great significance. These
decorations are like the wreath which the conquered place on the
brows of the conqueror. They are symbols of the necessity to endow
power with legitimacy and with the ornaments of beauty. One of
the great problems of modern architecture, incidentally, is to recover
the function of ornament. In the long retreat from Ruskin , who regarded ornament as everything, to the extreme function ali sts who
denied a ll function to ornament whatever, architecture lost a sense of
the true function of ornament as a symbol of the great web of
legitimacy.
Clothing is another interesting example of the non\'crbal communication of legitimacy. In a democratic and equalitarian society,
everybody dresses alike. Differences in clothing, as reflected for instance in loud shirts and ties, reflect only individual eccentricity, and
even these communicate a good deal about status. The uniform, as
in the armed forces, emphasizes both the equality-indeed, almost the
cipher-like equality-of those in the same rank, and also, of course,
emphasizes the differences among ranks. A strongly hierarchical organization such as an army would be almost impossible without a constant reminder in the form of clothing of the nature and legitimacy
of the hierarchy. The gold braid and what is sometimes irreverently
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called "scrambled eggs" of the higher ranks are like the dome of the
Capitol, a constant reminder of saliency and status.
A very interesting study could be made of the clothing of the
clergy as a symbol of changing systems of legitimacy. The use of the
word "the cloth" in English to describe the clergy collectively is itself
a fascinating symbol. In a hierarchical religion we respect not the
man but the cloth, that is, the clothes, he is wearing, because the
clothes symbolize the role and it is the role that we respect rather
than the occupant as such. In a priestly religion, the inadequacies of
the person of the priest in no way diminish his capacity to perform his
role. The traditionally feminine character of clerical clothes is also
very interesting, symbolizing the comforting, reassuring, motherly role
of the clergy in society. This is seen most clearly, of course, in the
soutane or the robes of monastic orders (skirts rather than trousers),
but we see it even in the vestigial feminine symbol of the clerical collar.
The abandonment of clerical garb by a large number of Protestant
ministers in the United States is an interesting symbol of a profound
change in the clerical role, involving the abandonment of hierarchy,
the abandonment of priesthood, and the development of the clerical
role as essentially not very different from that of a social worker. In
modern Protestantism, the cleric is no longer a priest, and he no
longer has a vocation but a profession or occupation.
The clothing of the medical doctor would also provide an interesting sidelight on the communication of legitimacy. While the frock
coat was the prime symbol of status, surgeons insisted on performing
their operations in it, even at the cost of an enormous toll in mortality.
Today the white coat has become the status symbol, and is worn by
a good many people in places where it is no longer functionally
necessary. The decline of the academic gown is also a symbol of a
profoundly changing system of legitimacy. Like the cleric, the professor
is no longer a race apart. He no longer has a divine aura around him.
This is reflected in the fact that he, too, is indistinguishable from anybody else by reason of the clothes that he wears, except that by convention he is allowed to be a little shabbier and down-at-heels than
other people of comparable status.
Changing styles in the communication of the legitimacy of wealth
also make a fascinating study. As long as the legitimacy of wealth
itself is unquestioned, it tends to be expressed in ostentation and
extravagance and what Veblen called "conspicuous consumption."
If, however, the legitimacy of wealth is questioned in society, conspicuous consumption disappears and its place is taken by inconspicuous consumption. We saw this, for instance, in Tokugawa, Japan,
where wealth was legitimate for the lord but not for the merchant,
so that as the merchants became wealthy they had to disguise this
fact behind mean housefronts and dismal outdoor clothing. Similarly

79

in our own society, the Marxist attack on the legitimacy of private
wealth has at least been moderately successful in driving it, as it were,
underground into Foundations. In a society in which the principal
repository of legitimacy is the middle class, ostentatious housing and
even more ostentatious clothing are completely outmoded. In their
housing, clothing, and deportment, even the wealthy have to say,
in effect, "Well, we are all buddies together, aren't we?" Even in his
own generation a man like Hearst was regarded as something of an
eccentricity.
When we come to verbal forms of communication, we see here a
strong tendency for the ornaments of language, like those of buildings or clothes, to convey legitimacy. The decline of a status language,
the decline, for instance, in English of the second person s·i ngular,
which was reserved normally for people of inferior or familiar status,
is a symbol of a profound change in the structure of legitimacy. The
Japanese today face a very interesting problem of a language which
is exquisitely adapted to express shades of hierarchy in a society in
which hierarchy has largely lost its meaning. All this points up a very
important principle, that legitimacy is almost always conveyed by
indirection. Nobody stands up and begins every sentence with " I am
legitimate," simply because this would destroy his legitimacy. Nevertheless, every channel of the communication process is permeated
with the symbols of legitimacy, and it is high time for these symbols
to receive careful and systematic study. In the long run all power,
even of money and weapons, resides in the ability to conform to the
underlying symbolic system by which legitimacy is conveyed, created,
and destroyed.
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Lifelong Education and General
and Liberal Studies
BY

B.

MILDRED

ERICKSON

"Let him who would move and convince others,
be first moved and convinced himself." l
Annual meetings of learned groups provide individuals with an
opportunity to examine their purposes and ideas and to find challenge,
support and renewal among their colleagues. In the October Association for General and Liberal Studies annual meeting we are examining
two concepts and their interrelationships-lifelong education and general and liberal studies. The conference itself is an experiment in lifelong, continuing, recurrent education. While neither movement is new,
each is in a position for strong revival. The conscientious professor
who must face nine to twelve classes each week has long recognized
the need for recurrent renewal; now the need is being recognized as
existent for everyone.
An article appeared in the New York Times, August 22, 1933, reporting proceedings of the Institute of Pacific Relations at Banff,
Alberta. Newton D. Baker said then that "two paramount factors
must be faced in solving mankind's problems. . . . One is the sound
education of youth, and the other, the need for adult education. What
is usually defined as education must be continued so that, ultimately,
there may be no uneducated men and women. There must be a continuing process of education throughout life."
Some forty years later, we have heard commissions, task forces and
l. Title quotation from T. L. Cuyler.
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individuals relating the need for lifelong education. Rapid changes
occurring in economics and money, food , transportation, technology,
communications, work, leisure, population, marriage and divorce,
health needs, ethics, energy and government h ave re-emphasized our
continuing education needs. Recurrent education can help men and
women cope with crises, opportunities and perils; it can refine the
individual decision-making process; it can explicate the learning
process.
In an uncertain world climate a broad general and liberal education becomes increasingly important, and added specialization a ugments employment appeal. Great en terprises whether for the individual or society are designed and carried forward by the kind of person who has a vision of what might be and a practica l strategy for getting there-"a person with an idea in his head and a monkey wrench
in his hand." "To be able to do for oneself as well as to think for
oneself, to be a participant in the great ideas tha t shape human culture and be skilled to fun ction socially, politically and vocationally,
this is to be an educated person .... Relevance in hi gher education ...
will be achieved by tha t academic community which overcomes the
split between the intellectual and the practical life of man."2
The Bureau of L abor Statistics predicts that over the decade
employment growth "will be fastest in those occupations requiring
most education and training." 3 Though this particular prediction
covers only a ten year period, there is little doubt that barring catastrophic change it will become increasingly true for the foreseeable
future.
As certainly as one talks about general and liberal studies one is
asked what is it, what do you mean. It may be appropriate to attempt
once again a reply. The Academic Council at Michigan State adopted
the following definition of general education in 1972:
"'General Education' is conceived as the essential complement to
'specialized education.' The latter aims prima rily to prepare an individual for a particular vocation, profession, or discipline; the former
aims primarily to assist his general development as a human being and
citizen. General education, properly developed, makes an individual
more effective in his vocation, as well as in his personal and civic life.
"The breadth of the general education concept requires a broad
gauged and coordinated curriculum for its implemen ta tion . Such a
curriculum can and should be varied-with significant choices open
to each student; but the sum of a student's general education should
2. George E. LaMore, Jr., "Liberal Arts and Livelihood: A Dual Design
for Higher Education," Perspectives, Western Michigan University, K alamazoo, Fall 1973, p . 77.
3. "Job Outlook Seen Brightest for the Highly Trained," Chronicle of H igher
Education, April 15, 1974, p. 3.
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improve his understanding and appreciation of, and ability to respond
articulately to all or most of the following:
1. Methodologies, issues, and prospects in the natural and social
sCJences.
2. The nature, thrust, and social impact of technology.
3. The landmarks of our cultural heritage.
4. Historical and comparative perspectives on contemporary American civilization.
5. Alternati\'e value systems inherent in religions and philosophies.
6. Personal and social illumination found in literature and the arts.
7. Fundamental facts related to the pressing problems of our times,
e.g., overpopulation, war, poverty, pollution, racism, ignorance,
alienation and crime."4
Sol M. Linowitz believes that a liberal education "seeks to offer a
long look into what has been said, thought, and written in the civilizations of the past and an opportunity to see the workings of different
societies in perspective. A liberal education is supposed to give us a
feeling for the depth of our roots and a sense of the stuff of which we
are made. The right kind of liberal education should create thoughtful
and responsible citizens who exercise their obligations with moderation
and wisdom. Its essence is, as Plato put it 'learning to like the right
things.' Or to use William James' phrase, it ought to lead to a 'feeling
for a good human job anywhere, the admiration of the really admirable,
the disesteem of what is cheap and trashy and impermanent.' "5
Approaching the meaning of general education and liberal education through application of it, Linowitz believes the time has come for
American business and industry to say to our colleges and universities:
"We need your help even more than you need ours. We are anxious
to have young men and women who know how to assume responsibility and leadership. We ask you to give us men and women of breadth
and perception who can look beyond their desk or their workbench,
who ·will understand where we have been and where we are going, who
will know about the kind of world in which we live and the kind of
future we arc trying to achieve.
"\Ve want men and women who will be able to communicate with
one another and with other people in other places, who will know how
to transmit and stimulate ideas, who will know that things human
and humane are even more important than the IBM machine, the
test tube, or the slide rule.
"We want people who will try to understand what goes on in a
4. "General Education Defined," Michigan State University News-Bulletin,
East Lansing, Michigan, April 11, 1974, p. 5.
5. Sol M. Linowitz, "A Liberal Arts College Isn't a Railroad," Chronicle of
Higher Education, February 26, 1974, p. 12.

83

man's mind and heart, who can appreciate 'know why' as well as
'know-how.' "
"We want men and women who can see our problems as part of
total human experience and who can understand something of what
yesterday teaches us about tomorrow. We want and need ... people
who will be able to dream dreams and who will be unafraid to try to
make them come true.
"Because such men and women are basic to our very existence, we
[business and industry] pledge to you our full support so that you may
properly do the job which in your interest as well as ours is required to
be done.''6
Though speaking more broadl y about the roles of the University,
Archibald Cox also zeroes in on general and liberal education philosophy. Woodrow Wilson said "what we should seek to impart in our
colleges is not so much learning itself as the spirit of learning." \,Yhat
Wilson meant by the spirit, Learned Hand described as the "conservation of the spirit of the pursuit of truth." They beli eved that "men by
free and open inquiry can progress towards und erstanding. The spirit
of learning is the way of freedom and reason, of mutual trust, civility
and respect for one another. The spirit of learning is willing to reach
conclusions and act upon them until a better hypothesis appears; yet
it is a spirit that is not too sure it is right.
"We need the university's example ... to hold us to a way of life.
A~ the scholar does not know the truth he seeks, as he lacks assurance
that there is a truth and knows only that by putting one foot before
the other, despite false starts and blind alleys, he makes a little progress, so upon our joint human adventures we do not know the goal,
we have no proof there is a goal but can catch glimpses of a bright
potential and perhaps can sec that by reason, mutual trust and forbearance man can learn to walk a little straighter."7
Let us now turn our scrutiny of the role of general and liberal education over and examine the end product- the college graduate.
Stephen Withey in A D egree and What Else? repo rted on data compiled by social researchers over a twenty year period on col lege gra duates. As opposed to their less~educated counterparts. coll ege graduates
tend to be more satisfied with their jobs ; better informed about community, national and world affairs; depend more on printed media;
read analytically about political issues, business problems, foreign affairs, science and medicine; vote; run for political office, participate in
campaigns and care about political outcomes; plan for th e future; are
more concerned with aesthetic and cultural values; use greater rationality; organize values and attitudes better; are more open-minded;
6. Linowitz, Ibid, p. 12.
7. Archibald Cox, "The University and Public Life," Wall Street Journal,
June 6, 1974, p. 4.
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more likely to examine issues carefully; less likely to hold traditional
stereotypes; less likely to favor discrimina tory policies, and more supportive on international involvements.8
A study of a representative sample of 1971 college seniors showed
that "they felt a need to be prepared to cope with change. Specific
knowledge may be less critical than the skills necessary to use information, make judgments and solve problems. Sole emphasis on academic
or intellectual learning seems less important to many students than the
development of human sympathy, aesthetic awareness and ways to
realize and act on ethical principles."9
A Syracuse University survey of the reasons that older students
enroll for con tinuing their education found these reasons: desire to
know, personal goals, and social goals-in that order.10
In Alexander Astin's na tion al survey of college freshmen done for
UCLA and the American Council on Education, students were asked
to select goals which they considered essential: 69 per cent, said develop
a philosophy of life; 64 per cent, help others in difficulty ; 63 per cent,
be an authority in their field ; 56 per cent, raise a famil y. I I
The above research sup ports the need for general a nd liberal studies
as measured by what students of varying ages want an d see as important in their lives.
What is the current climate for lifelong education? It is estimated
that 1/s of the entire adult population was enrolled in 1972 in some
form of adult continuing educa tion .12 Women and p art-time students
are the fastest growing segment in higher education. This group created almost a four per cent rise in college rolls last year over 1972-73
enrollments when a decrease in numbers of college students had been
expected .1 3 Only about 20 per cent of all household heads have had
any exposure to college, a figure which may furth er indi cate the extent of need to be met.
" If women attended at the same rate as men , if low-income people
could attend at the same rate as high-income people, if attendance rates
were as high throughout the country as they are in the leading states,
enrollments would probably be increased by a t least 6 or 7 million ....
If persons beyond the usual college age began attending in rapidly
8. Lind a Droeger, "College Graduates More Fulfilled, Book Contends," St ate
News, Mich iga n State University, Eas t Lansing, Michigan, February 14,
197 3, p. 10.
9. Leona rd L . Baird , "The Gra duates, A R eport on the Characteristics a nd
Plans of College Seniors," Guidepost-American Personnel and Guidance
Associatio n Journal, February 22 , 1974, p. 4.
10. Christian S cience M onito r, April 22, 1974, p. 6.
11. Alexander Astin, "The American Freshma n," Education USA, Arlington ,
Virginia, February 11 , 1974, p . 129.
12. J ack Magarrell, "Neat Bit of Semantics Seen M asking College Problems,"
Chronicle of H igher Education, May 28, 1974, p. 6.
13. Gene I. M aeroff, "Women a nd Part-Time Students Spur 3.9 Per Cent
Rise in College Rolls," New Y ork Times, January 9, 1973, p. 32.
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growing numbers, as they show signs of doing, enrollments would grow
even more."14
Hardwick and Kazlo in a recent study estimated that 75% of all
college students are presently ( 1974 ) commuting and that the commuting rate will approach 90% by 1985.15 This idea is touched upon
also by Robert Nisbet in the summer issue of Change. He believes that
the country's nearly 2500 colleges will become increasingly local and
regional in aim and influence, and this will encourage the liberal arts
which will be woven into local concerns for such things as environment, health, and the aged.16
Lifelong education students coming increasingly to Michigan State
University include those who did not have an opportunity (for a
variety of reasons ) to continue their education when they were younger; those who are caught in jobs they find unfulfilling ; those who have
enjoyed or are enjoying successful careers but would like more education, degrees, or certification; those who are unemployed and looking
for new careers; women who have not worked outside the home but
find they must work due to increased costs of living, costs of education
for children, separation, divorce, widowhood and a host of other life
changes; those who feel that their own promise or potential has not
been realized ; retirees who may face another fifteen or twenty years
of productive life. Indeed, reasons for searching for new stimulation
and learning are as many as there are individual seekers. M any are
employed and want to fill in great gaps in their lives through broad,
general education; others need also new specialization.
The lifelong student faces problems in financing, transportation,
home and family, employment, a divided life, no opportunity for reassurance from a peer group, courses and programs dictated by a work
and commuting schedule, parking problems, food problems, lack of
facilities for commuters, and communication, transfer, registration and
orienta tion difficulties.
Until recently the part-time student was not considered for financial aid. It should be noted, however, that more and more employers
are offering tuition reimbursemen t to their employees.I 7 To meet the
needs of employed students, educational institutions are offering WeekEnd College. At C. W. Post Center in Greenvale, N ew York, the Satur14. "Higher Education's

Expansion Outlook Held Almost Unlimited"
(quoting Howard L. Bowen), Chronicle of Higher Education, M ay 13,

1974, p. 4.
15. Mark W. Hardwick and Martha P. Kazlo, "Designing and Implementing
A Computer Services Program. A Model for Change," Commuter Research Report No. 3-73, College Park, Maryland , 1974.
16. Robert Nisbet, "The Decline of Academic Nationalism," Change, Summer, 1974, passim.
17. "Family Education at Kimberly-Clark," Business Week, May 25, 19 74,
p. 62.
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day-Sunday enrollment has increased to 1500 from 100 two years
ago.18
California State College at Long Beach indicates that 40 per cent
of it9 31,000 students take their courses between five and ten
p.m. College officials believe this will be a model of what institutions
generally will do in the future.19
Goddard College offers an Adult Degree P rogram with no
prescribed curriculum. Students work with faculty to plan individual
courses of study designed to meet the student's needs and future plans.
The degree is available to men and women everywhere requiring only
two weeks twice yearly on the Goddard campus.20
Credit for experience is controversial in the educational world but
possibly a big incentive for students. Fordham University which requires 128 credits for a bachelor's degree will grant up to 40 credits
for life experience under a carefully controlled system.21 Educators,
generally, need to develop national standards for credit for experience.
Universities and colleges should consider granting a major ( approximately 45 term credits) for technical degrees from two year colleges.
The University of Maryland increased its number of Spring 1974
evening credit courses from 324 to 3 75 and realized an increase in students of almost 8000 above the fall term 1973.22
A number of institutions have moved to change procedures and
policies and to open up general and liberal studies degrees to welcome
non-traditional students. Yours may be among them. Change, however, in many educational institutions is often as difficult as moving the
proverbial graveyard.
Irving Kristo! talking to business says it is necessary to create a
constituency, to nourish it, and to be responsible to it.23 How far have
we moved? In the words of Daniel Kroll, "Don't Just Talk About
It."24 Bring to the conference your concrete plans for action and convince others.
We must lead a heterogeneous group of students "into perhaps

18. National University Extension Association Newsletter, Washington, D. C.,
April 26, 1974, p. 3.
19. National University Extension Association Newsletter, Washington, D . C.,
June 21, 1974, p. 4.
20. Saturday Review/World, February 9, 1974, p. 29.
21. National University Extension Association Newsletter, Washington, D. C.,
April 26, 1974, p. 3.
22. Ibid.
23. Irving Kristo!, "The Shareholder Constituency," Wall Street Journal,
August 14, 1974, p. 4.
24. Daniel A. Kroll, "Don't Just Talk About It," Perspectives, Summer, 1973,
p. 3.
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the most serious and challenging game that man has known: to know
himself, his world, and how the two fit together.... "25
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25. Don Weinshank, "General Education Science For Citizens of an Open
Society," Perspectives, Spring, 1974, p. 52.
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